Schools have been paying too much attention to intellect alone, ignoring the total development of the student as a whole. Bloom's Taxonomy of Educational Objectives in the cognitive domain categorizes knowledge into knowledge of specifics, knowledge of ways and means of dealing with specifics, and knowledge of tne universals and abstractions in a field. Intellectual ability and skills are categorized into comprehension, application, analysis, synthesis, and evaluation. A second taxonomy of educational objectives, by Krathwohl, Bloom, and Masia, relates to the affective domain and leads to an understanding of the whole learning self. It deals with interests, attitudes, values, appreciation, and adjustment. These are characterized as receiving, responding, valuing, organizing, and characterizing by a value or value complex. These educational objectives involve a greater inclusiveness and are related to both the cognitive and affective domain. It is time to create programs and educational settings which 'will help meet these objectives. We are beginning to see students as whole persons with a broad spectrum of needs, and we need to have more respect for their potentials. We want them to be independent learning persons who are intellectually competent, articulately_communicative, emotionally free, idea seeking, idea creating, and honest in their relationships.
THE RELATIONSHIP OF AFFECTIVE CHANGES TO COGNITIVE SKILLS DEVELOPMENT Luanne P. King
The purpose of this paper is to stimulate greater interest in the affective domain of educational objectives on the part of learning skills specialists who may still think of their work primarily as a mission to develop cognitive functions. Implied by this purpose is the conviction that teachers who are working to develop the academic skills of students should begin to think of themselves as facilitating counselors who can bring about significant affective changes in their students' attitudes toward learning and being. Also implicit in the thinking of this paper is an invitation to teachers to embark on a course of developing more authentically human relationships with students which would be a source of mutual fulfillment and personal growth. Without mutually satisfying relationships between teachers and students, not very much lasting learning can occur. It is important to consider the needs of (In the whole person, the total self of the student. It is also important for teachers to examine their own needs; these must also be met in the classroom process for a teacher to feel and be effective. Inherent in 4: this point of view is the premise that in helping students, one is also 1 2 experiencing personal growth and helping oneself. Students' reactions and explorations are a bounteous source for tEe teacher's own selfactualization and should be viewed with respect.
By now it is possible that some readers have already turned to another article, perhaps muttering, "What am I supposed to do, turn all my classes into sensitivity groups?" But it could be argued that the whole art of teaching is sensitivity training of one kind or another:
helping students to get in touch with their own thoughts and feelings; enabling children and young adults to react to others' ideas and experiences; facilitating discovery and organization of values; encouraging young people to seek knowledge that is relevant to living fully; and developing their ability to express their discoveries in coherent ways so that others will understand what they intend to communicate.
Greater
Human sensitivity in all of learning, living, and relating to others is the nest threshold in education.
It is important to accept this and examine our teaching and counseling approaches with concern and a commitment to change; for change is needed. In fact, change will evermore become a way of life, and we must help our students prepare for this in the learning experiences they have with us now. That is why we need to say that the purpose of education should be to free the student for his self-education, a self-education which will have to continue all of his life.
George Brown (2) Knowledge is defined as the recall of specifics and universal L, the recall of methods and processes, or the recall of a pattern, structure, or setting. The taxonomy of educational objectives related to knowledge emphasizes mostly the psychological process of remembering, although the process of relating facts in order to organize and reorganize a problem so that it may be solved is also considered. The broad term, knowledge, is broken down into subcategories. The second main area of cognitive domain is intellectual abilities and skills which refer to organized modes of operation and generalized techniques for dealing with materials and problems. The abilities and skills objectives emphasize the mental processes of organizing and reorganizing material to achieve a particular purpose. The materials may be given or remembered.
Intellectual Ability and Fkills extrapolation: the extension of trends or tendencies beyond the given data to determine implications, consequences, corollaries, effect, etc., which are in accordance with the conditions described in the original communication. Application: the use of abstractions in particular and concrete situations; e.g., application to the phenomena discussed in one paper of the scientific terms or concepts used in other papers. analysis of organizational principles: the organization, systematic arrangement, and structure which hold the communication together; this includes the "explicit" as well as the "implicit" structure; the ability to recognize form and pattern in literary or artistic works as a means of understanding their meaning; also the ability to recognize the general techniques used in persuasive materials such as advertising and propaganda. 4. Synthesis: the putting together of elements and parts so as to form a whole; and arranging and combining them in such a way as to constitute a pattern or.structure not clearly there before. The second taxonomy of educational objectives relates to the affective domain and leads us more fully into an understanding of the whole learning self.
In general, the objectives in the affective domain deal with interests, attitudes, values, appreciation and adjustment. Specifically, they are characterized as follows:
1.
Receiving (Attending): the level at which the learner is sensitized to the existence of certain phenomena and stimuli; that is, he is willing to receive or attend to them. The category of Receiving has been divided into three sub-categories which represent a continuum: from an extremely passive position or role on the part of the lear.er to a point at which the learner directs his attention, at least at a semi-conscious level, toward the preferred stimuli.
a.
awareness: almost a cognitive behavior. But unlike knowledge, we are not so much concerned with memory as we are that the learner will be merely conscious of something, taking into account a situation, phenomenon, object, or stage of affairs.
There is no assessment of the qualities or nature of the stimulus.
There can be simple wd&reness without specific discrimination or recognition of the objective characteristics of the object.
The individual may not be able to verbalize the aspects of the stimulus which cause the awareness;.e.g., being aware of aesthetic factors in dress, furnishings, architecture, city design, good art, etc.
b.
willingness to receive: being willing to tolerate a given stimulus and not avoid it, involving a neutrality or suspended judgment toward the stimulus; attending carefully when others speak; also, apprerIating (tolerating) cultural patterns exhibited by individuals from other groups. and instruments to the total effect.
2.
Responding: the level at which we are concerned with responses which go beyond merely attending to the phenomenon. The student is sufficiently motivated that he is not just willing to attend, but .
he is actively attending. As a first stage in a "learning by doing" (or experiencing) process the student is committing himself in a small measure to the phenomena involved; he is doing something with or about the phenomenon besides merely perceiving it. This is the .category that many teachers will find best describes their "interest" objectives. They want a student to become sufficiently involved in a subject, phenomenon, or activity that he will seek it out and gain satisfaction from working with it or engaging in it.
a. acquiescence in responding: "obedience" or "compliance" would also describe this behavior. At this lowest level of responding, there is a passiveness so far as the initiation of the behavior is concerned, and the stimulus calling for responding behavior is not subtle. Compliance is perhaps a better term than obedience,
I1
since there is more of the element of reaction to a suggestion and less of the implication of resistance or yielding unwillingly.
The student makes the response, tut he has not fully accepted the necessity for doing so; e.g., willingness to comply with health regulations; or obeying the school's rules. Valuing: a term employed in its usual sense: that a thIng, phenomenon, or behavior has worth. This abstract concept of worth is in part a result of the individual's own valuing or assessment, but it is much more a social product that has been slowly internalized or accepted and has come to be used by the student as his own criterion of worth. Behavior at this level is sufficiently consiscent and stable to have taken on the characteristics of a belief or an attitude;
.11 12 therefore, this category will be found appropriate for many objectives that use the terms "attitude," beli4f," as well as, of course,
acceptance of a value: the ascribing of worth to a phenomenon, behavior, object, etc. At this lowest level or valuing, we are concerned with the lowest levels of certainty; that is, there is much more of a readiness to re-evaluate one's position than at the higher levels.
preference for a value: a level of behavior that implies not just the acceptance of a value to the point of being willing to be identified with it, but also being sufficiently committed to the value to pursue it, to seek it out, to want it; e.g., assuming responsibility for drawing reticent members of a group into conversation. Organization: the necessity for organizing values into a system, determining interrelationships among them, and establishing the dominant and pervasive ones. This is important because as the learner successively internalizes values he encourcer situations_ for which more than one value is relevant.
conceptualization of a value: abstract conceptualization and, in this sense, symbolic. The symbols need not be verbal symbols.
Whether conceptualization first appears at this point on the 1c 13 affective continuum is a moot point; e.g., attempting to identify the characteristics of an art object admired. Also, forming judgments as to the responsibility of society for conserving human and material resources.
organization of a value system: objectives which require the learner to bring tugether a complex of values, possibly disparate values, and to bring these into an ordered relationship with one another. Ideally, the ordered relationship will be one which is harmonious and internally consistent. This is, of course, the goal of such objectives, which seek to have the student formulate a philosophy of life.
In actuality, the integration may be something less than entirely harmonious. More likely, the relationship is better described as a kind of dynamic equilibrium which is, in part, dependent upon those portions
Of the environment which are salient at any point in time. generalized set: that which gives an internal consistency to the system of attitudes and values at any particular moment.
It is selective responding at a very high level. It is a persistent and consistent response to a family of related situations or objects. It may often be an unconscious set which guides action without conscious forethought.
The generalized set may be thought of as closely related to the idea of an attitude cluster, where the commonality is based on behavioral characteristics rather than the subject or object of the attitude. A generalized set is a basic orientation which enables the individual to reduce and order the complex world about him and to act consistently and effectively in it.
Examples are: readiness to revise judgments and to change behavior in the light of evidence; and judging problems and issues in terms of situations, issues, purposes, and consequences involved rather than in terms of fixed, dogmatic precepts or emotionally wishful thinking. that while we can define educational objectives into these two domains (albeit with some overlapping), human behavior in general can rarely be neatly compartmentalized in terms of cognition and affect, as Bloom (6) himself points out. Still, we can further develop our understanding of students, particularly college students, by identifying some of their highly contemporary needs. Many of these needs are related to new kinds of affective changes which often supersede and transcend those related to educational objectives in cur classrooms. They are powerfully influential, and we must understand them well if we are to relate authentically to our students and be effective in our roles as facilitators of learning, Karem Monsour (10, pp. 2-4), a well -known psychiatrist, writes about the experience of young adults in this way:
Living together in a grim, polarized, and even joyless world induces temporary despair which at times overtakes those of us who are older and who have in one way or another 'made some kind of peace' vith our past and our present lives. Such temporary despair,'however, may be a more permanent despair to the young who are unable to resolve the discrepancies between their vision of a humanistic life with their perception of the political, social and ecological disarray around them. It is the need to infuse their lives with authentic meaning which informs their search for ways of growth and self-realization. The variety of divergent life styles, from asceticism to communal living, which characterizes this search represents an attempt by the young to communicate their vision of society and the world as depersonalized, mechanized, and dangerous to survival of living forms.
As Dr. Monsour further explains, Many normal college students in our time are trying to devise and seek new ways of learning and becoming. They resort to political action and peexe demonstrations, social action and protest, drugs and meditation, encounter groups and body awareness, volunteer service in ghetto schools and mental hospitals, petitions for ecological and environmental renewal, astrology and telepathy, committees for educational alternatives, 'new'. schools, 'experimental' colleges, music and poetry, anti-war programs and draft resistance, communal living styles, civil rights activism, etc. The many forms of student activity leave one uncert :in of their eventual impact on the personal, educational, social, and political problems toward which they are directed.
One central issue, however, seems clear enough: effeCtive and constructive action of any sort is contingent upon (emergence of) a sense of personal worth ana meaning, a sense of positive identity, a self-concept which,includes a sense of belonging and relationship to the social order and with other fellow men.
Thpse excellent paragraphs characterize well the deep concerns of many of our students. Chickering (4) has summarized also the pressing Some ancillary needs of young people related to this insight are: learning that they cannot be supported indefinitely without working; recognizing that they cannot expect to receive the benefits of a social structure without contributing to it; and realizing that loving and being loved are necessarily complementary.
Chickering points out that when interdependence is recognized and accepted, the boundaries of personal choice become more clear. He then goes on to describe the young adult's need to establish identity, using Erikson's concept of identity as the confidence that one's ability to maintain inner sameness and continuity is reinforced by the sameness of one's meaning for others.
Three last developmental needs described by Chickering are: achieving free interpersonal relations, clarifying personal purposes and goals, and developing integrity.
Conclusion
Hopefully, we are now beginning to see students as whole persons with a broad spectrum of needs, many of which we can help to meet. Moreover, we now need to have more respect for the potential of students.
We need a new concept of human potential in order to realize the great gap between what our students do and what they could not only do but be.
We are limited in our view of potential creativity, for example, by our past ideas of what is "normal" for students. We are over-influenced by data on their past performances, intimidated by their cumulative record files, and not interested enough in their potential. Kubie (7, p.6) states, By now I hope it is clear that we can no longer afford to'fragment the learning and personalities of our students. We want them to be independent learning persons: intellectually competent, articulately communicative, emotionally free, idea seeking, idea creating, and honest in their relationships. We want them to have sound and well organized values. We want them to be able to say, "I think, therefore I am." But We also want them to sense, " I feel, therefore I am."
If we are truly interested in facilitating learning, much depends on our own willingness to live self-disclosingly, to develop truly human relationships with our students, and to be open to discovery ouselves.
In a recent speech, John Vasconcellos (11) summed. it up very well.
He said that if we truly want to understand and help the person of tomorrow, we must become persons of tomorrow.
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